maintenance bilingual education programmes, aimed mainly to immigrant students, where there is an effort of 'upkeep of the non-dominant language' (Hall, et al., 2011, p.183) , within the educational framework of the dominant language. An important parameter of bilingual education is the immersion bilingual education programmes, applied in Canada, in which 'learners are immersed in the second language' (Hall, et al., 2011, p.184) , through being taught content in it (ibid).
'Studies of programmes following this well-documented and influential model suggest that children from a majority language background can develop content knowledge (history, science, mathematics, etc.) in a second language to a degree comparable or superior to peers schooled exclusively in their L1, and that they do so with no apparent cost to academic development in the majority language'. (Hall, et al., 2011, p.184) .
In Europe, a similar programme, which complies with the European Commission guidelines on linguistic competence in at least three languages, the students' mother tongue and two additional languages (Sheils, n.d), has emerged. This programme is Content and Language Integrated Learning (CLIL). Other bilingual education programmes entail community language teaching and heritage language programmes (Hall, et al., 2011) .
b. From multilingualism to plurilingualism
Bilingualism is not the case in the European Union (EU) as a whole. The Council of Europe, the official body for designing and disseminating language policy in the EU, has recognized the linguistic diversity within the Union (Council of Europe, n.d). This condition is actually the recognition of the EU being multilingual and this, in turn, has led to the solid belief that all languages spoken within the Union are respected and given equal socio-cultural status (Eurydice, 2006) . Part of the European Union language policy has been the development of a framework for preparing linguistic material and assessing linguistic competence, during the process of language learning across the Union, the well-known Common European Framework for Languages (CEFR). Within the philosophy of the CEFR, there lies the belief that language knowledge and linguistic competence are fundamental among the members of the Union, because they facilitate mobility for academic, professional and social purposes, they enhance intercultural communication and access to information and they promote language learning as a life-long process (Council of Europe, n.d). These elements take language learning beyond the basic recognition that member states share a multilingual home. There is now a shift from multilingualism -the command of two or more languages -to plurilingualism. In being plurilingual, the individual is viewed as a social actor who 'has proficiency, of varying degrees, in several languages and experience of several cultures' (Coste, et al.,2009, p.11) . The notion of pluriligualism, therefore, 'emphasises the fact that as an individual person's experience of language in its cultural contexts expands, from the language of the home to that of society at large and then to the languages of other peoples (whether learnt at school or college, or by direct experience), he or she does not keep these languages and cultures in strictly separated mental compartments, but rather builds up a communicative competence to which all knowledge and experience of language contributes and in which languages interrelate and interact'. (Council of Europe, n.d, p. 4) An immediate inference made out of these statements is that plurilingualism has to do with an individual's ability to act and interact in a specific social context, using language as a medium of social (inter)communication, and, at the same time, they would allow themselves to negotiate their own social knowledge with other cultures, in different contexts. Plurilingualism is not only about linguistic competence; it entails investment on social inheritance and experience and how they can be negotiated among interlocutors, who are challenged to make certain linguistic, as well as cultural, choices, to carry out communicative tasks. Plurilingualism, thus, entails pluriculturalism (Coste, et al., 2009 ).
c. Key competences for lifelong learning
The recognition of the European Union being multilingual -a condition that has to do with both the official languages of the member states and the minority languages that European citizens may use in their everyday communication -, as well as of the latest tendency to develop one's plurilinguistic skills has led the European Parliament and the Council of Europe to the generation of a Reference Framework of Key Competences for lifelong learning (Official Journal of the European Union, 2006). The Framework also emerged out of the need to prevent social, educational and professional exclusion and isolation of certain disadvantaged groups within the Union, as well as a front against the challenges of globalization, which requires flexibility on the part of the citizens (Official Journal of the European Union, 2006). The Framework includes eight (8) Designing a CLIL lesson for the lower secondary EFL classroom a. The CLIL context in Greek schools CLIL is non-existent in Greek state schools, both primary and secondary. Greece is a monolingual country (Greek), therefore there is not an official second language to be taught at schools. Teaching an L2 in Greek schools has to do with foreign language teaching (English [compulsory] , French and German [selective]). In practice, foreign language teaching, in general, is quite underestimated in the Greek educational system, despite the very important and innovative initiatives that have been taken up by the University of Athens and the University of Thessaloniki recently. Therefore, initiatives on applying CLIL, or other innovative methodologies, are single initiatives, very sporadic ones, and they always have to do with a single foreign language teacher's decision to enhance their teaching and attach a different dimension to it. Fortunately, taking up such initiatives is not restricted by educational officials, but rather encouraged, with the foreign language teachers to enjoy a degree of autonomy. To my knowledge, CLIL lessons in Greek schools, where applicable, are carried out in English.
b. Designing a CLIL Astronomy lesson
Two years ago, I took up the initiative of introducing CLIL in my EFL teaching. Through my readings, I came across the CLIL methodology and I decided to, experimentally, add it to my mainstream EFL teaching. I have not stopped studying and researching about CLIL ever since. I chose to teach Astronomy in English and, since there was not any teaching material to start with, I decided to design my own teaching material. The reasons why I chose Astronomy could be summarized thus: first of all, Astronomy is a fascinating subject and, to my view, most of us share a great interest in what happens 'out there'. The space, the sky, our galaxy, the birth of the universe are issues which are fascinating not only to scientists, but to all of us. Secondly, Astronomy is part of the curriculum: the students in Greek schools are taught basic Astronomy as a part of their physics classes. The first C stands for content (subject, themes, cross-curricular approaches). Content does not only refer to the specific content of a subject and knowledge about it; it also refers to the learner's ability to construct their own knowledge. One's ability to construct their own knowledge has to do with the second C -cognition, in other words our thinking mechanisms. The third C stands for communication that is language used for content analysis and understanding, but also for social (class) interaction. The fourth C is for culture. CLIL is about intercultural awareness. Later on, in the presentation of my teaching model I am going to show (hopefully!) where and how these components fit.
As stated above, CLIL is about both language teaching and content teaching. The methodology views these two components as integrated, as the acronym suggests. Yet, an important, distinctive point about the role of language in CLIL is the one that Llinares, Morton and Whittaker make: 'the focus of CLIL is not to equip learners with the language they need to transact everyday tasks, such as ordering a meal or buying a train ticket' (Llinares et al., 2012, p.9). What CLIL actually does is to give the students the opportunity to communicate educational knowledge (ibid). In other words, students are challenged to use the language they learn to talk about content/subject issues, in a, more or less, scientific way. In my model, I would like to explain how language in my CLIL material can be organized to serve this purpose as well as to reveal the social role of a language.
Teaching Astronomy in the EFL class: integrated disciplines
My CLIL model integrates three (03) theoretical perspectives in order for a comprehensive CLIL teaching product to be realised, compatible with the core philosophy of CLIL. As Llinares, Morton and Whittaker (2012) suggest, the philosophy of CLIL shares a lot with Vygotsky's sociocultural theory, which, in turn, matches Halliday's systemic functional linguistics (SFL) framework. The third aspect I have added to my model has to do with 'the grammar of visual design' (Kress & van Leeuwen, 2006) , which examines the role of visual representation in communication and how 'reading images' can guide interlocutors into negotiating meaning. This third approach is in complete alignment with the other two approaches. The three perspectives alike view language as a social product, emerging through social interaction and negotiation of meaning. Therefore, they offer a common platform for a CLIL teaching project to be developed, but, at the same time, they are compatible with the Council of Europe principles for language teaching.
a. Vygotsky's socio-cultural theory
Vygotsky's socio-cultural theory serves as the broad framework where the other two approaches will be embedded in my model. Vygotsky's approach is based on the view that 'human activities take place in cultural contexts, are mediated by language and other symbol systems, and can be best understood when investigated in their historical development' (JohnSteiner & Mahn, 1996, p.191). Language is, therefore, central to human (social) interaction and, moreover, in Vygotsky's terms, language is one of the choices that interlocutors have among other symbol systems. This point is core to the development of my CLIL teaching model, as I will explain below. Vygotsky also stressed to the 'dynamic interdependence of social and individual processes' (John-Steiner & Mahn, 1996, p. 192) towards knowledge acquisition. An important process towards knowledge acquisition is internalization. Humans co-construct their knowledge through linguistic interaction with other humans and nature (social context) and, in process, they transform 'this communicative language into inner speech and further into verbal thinking' (John-Steiner & Mahn, 1996, p. 196). Another concept, central to the socio-cultural theory, is scaffolding. In short, scaffolding has to do with a social process where more knowledgeable individuals 'intervene temporarily to enable learners to achieve learning goals' (Llinares et al., 2012, p. 11). Scaffolding is about knowledge building and facilitating, helping learners move higher and higher, acquiring more and more knowledge. Scaffolding is entailed in the concept of the zone of proximal development, which defines the spectrum between the actual developmental level, where learners can achieve tasks independently, and the level of potential development, where the learners can realize tasks with the aid of a more knowledgeable peer (John-Steiner & Mahn, 1996).
b. Systemic Functional Linguistics (SFL)
M.A.K Halliday, like Vygotsky, stresses on the fundamental role of language in social communication and interaction. He goes on to view language as a core tool of negotiating meaning in social (con)texts and regards this as an ongoing process within 'products of social interaction (texts), in relation to the cultural and social context in which they are negotiated'
(Eggins, 2004, p. 2). Halliday views language as a system, as social semiotic, therefore he is interested in explaining 'how people use language with each other in accomplishing everyday social life' (Eggins, 2004, p. 3) . Four theoretical aspects are central to the SFL framework: first, 'language use is functional' (Eggins, 2004, p.3), second, language functions towards meaningmaking, third, meanings produced through language are determined by their social and cultural context (Eggins, 2004) , and fourth, language use is 'a semiotic process, a process of making meaning by choosing' (Eggins, 2004, p.3) . The importance of meaning in language use and production, as well as the stress on linguistic choices are very crucial elements in SFL. Producing meaning is the result of the language being formulated by a set of systems, which can provide the language user with 'an unlimited choice of ways of creating meaning' (Bloor & Bloor, 2013, p. 3). Therefore, different ideas can be expressed in different (lexico-grammatical) forms, depending on the context, but even the same idea can be expressed in various (lexicogrammatical) forms to match Malinowski's 'context of situation' (Malinowski, 1923 (Malinowski, , 1935 cited in Martin, 2010) and/or his 'context of culture' (ibid). Halliday also suggests that towards the meaning-making process three kinds of meanings (metafunctions (Bloor & Bloor, 2013)) are simultaneously produced in speech: the interpersonal meaning, which reveals the interactants' relationship and status, the ideational meaning, which has to do with the knowledge of the world the interactants share, and the textual meaning, which has to do with the organization of a text in order for a specific kind of meaning to be produced. Moreover, the contextual use of language has led to 'the development of specific socially recognized forms known as genres (such as business letters) and styles or registers (such as business English)' (Bloor & Bloor, 2013, p.7). 13). They also adopt Halliday's SFL framework in order to apply it onto the reading of images. They claim that visual design also entails three functions, the interpersonal, ideational and textual, therefore 'whether we engage in conversation, produce an advertisement or play a piece of music, we are simultaneously communicating, doing something to, or for, or with, others in the here and now of a social context, (…) and representing some aspect of the world 'out there' (…) and we bind these activities together in a coherent text or communicative event' (Kress & van Leeuwen, 2006, p. 15).
CLIL: Astronomy in the EFL class: lesson presentation and analysis
My model is divided in two broad sections: scientific content about our solar system and its components (content aspect in the 4Cs CLIL Framework) and Mythology (cultural aspect in the 4Cs CLIL Framework). Both sections share the same linguistic organization, based on the sociolinguistic model presented above. CLIL is applied along with the mainstream EFL class, roughly for about four (04) teaching hours per month (out of the eight (08) compulsory teaching hours of English per month provided by the curriculum). I produce the material myself and distribute it to students in photocopied handouts. Students keep the handouts in a file where they add any additional material that has to do with the lesson each time. English is used at a percentage of 85% to 95% in the CLIL class, depending on the linguistic level of the students, but the use of mother tongue is welcome when communication reaches a dead end. After all, the use of mother tongue is not at all restricted in a CLIL class (Llinares et al., 2012) . Content is organized with material found online, usually adapted to the students' linguistic needs, but quite often I cooperate with the science teachers to clarify things or incorporate important information. The project also runs as an eTwinning project for the 2014-2015 school term in cooperation with two Spanish lower secondary schools.
Below you will find examples of my teaching material along with explanations about its construction, function and usage.
The lesson starts with picture discussion. Pictures are the first genre students encounter in this model and they are challenged to discover and deal with its characteristics. Students are asked to study the pictures and talk about what they present. As you may notice studying the following pictures (Example 1-Lesson 1), the linguistic choices students have to make are very simple and, whatever language they choose to use, they are expected to reach some kind of agreement about the information presented in the pictures. They can talk about colour, movement, direction and, of course, facts. They can also talk about the layout of the picture and how it can help and enhance content, and therefore, meaning. Moreover, despite that fact that the pictures seem to present the same theme, there are differences, or best, additional, new information, which challenges the students to expand the spectrum of their linguistic choices (both grammatical and lexical) in order to make meaning. As an exercise, after they have negotiated the meaning across the pictures, students could be asked to add captions to the pictures (a very favourable task!).
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Model lesson 1: Our solar system
Next comes the text (Text 1). The text is a source of information, in order for the students to: a. reinforce the knowledge they have acquired through picture discussion, b. discover new knowledge, by deciding what they have already learnt and what is new to them, c. get acquainted with extensive reading and be given the chance to use some reading techniques, d. be introduced to the notion of the genre, which, in this case, is a report (the first half of the text), and they have to discover the linguistic choices (basic grammatical) that make up a report (Simple Present). The other half of the text is a narrative, and the students are challenged to decide what can introduce a narrative (the question: How did the Solar System form?) and how a narrative is developed (Simple Past). This contrastive analysis will, in the long term, give them the potential to realize the different features and dynamics of these two genres. 
Text 1
Exercise 1
Students are presented with a word cloud. They are asked to use the words in the cloud to produce a piece of writing, a genre of their choice (either a report or a narrative).
Model lesson 2: The Earth
Below I am presenting again a whole lesson about The Earth. You may notice that the layout of the lesson tries to apply the principles of the linguistic model presented above, following a particular sequence. 
THE EARTH
Pokrivčáková, S. et al. (2015). CLIL in Foreign Language
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Exercise 1 Complete the lists below with the information required:
The Earth's inner layers The Earth's outer layers (source here)
Model lesson 3: Mythology
Pokrivčáková, S. et al. (2015). CLIL in Foreign Language
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This lesson is an example of the second section of my model, that of mythology. Mythology enters the scene of Astronomy as an intercultural component. Astronomical objects have the names of Ancient Greek and Latin deities and there is always a very clear cultural connection between the names of the planets and moons and their 'ancestors'. In this section we try to discover these intercultural connections and understand how the planets were named after those famous mythological creations. Meanwhile, a cross-cultural dialogue begins, since mythology takes us not only through the famous and rich Greek legends, but there are usually references to other cultures as well, provided different connections can be found.
In the following example there are different activities of intercultural awareness and you will be able to discover the way the students are challenged to enter such a dialogue. The lesson is fully based on picture discussion.
MARS (ARES): the god of war
An oath to Ares
O, mighty Ares, in you we trust, to you we bow. You are our commander, you are our lord, we leave our destiny in your hands. Our body and soul are yours, we do not have a father other than you. To your legs we rest our weapons, the shield, the bow, the spear, the sword. is wearing a helmet ',etc.) . Reading the text, the students need to employ reading techniques and strategies, and this requires more advanced cognitive skills, and, of course, understanding the text demands lexical and grammatical knowledge (textual meaning in SFL), but also contextual awareness. (Inter)cultural awareness, on the other hand, owns a very significant portion in this model, since mythology serves it right (culture in the 4Cs CLIL Framework). Mythology is the pure cultural aspect in this teaching material for very obvious reasons, but it is not only Mythology. I believe that the whole content demands a 'dive' in our common social knowledge, collective memory and the so-called 'collective unconsciousness' (ideational meaning), in order for interlocutors to effectively communicate, make commonly acceptable meaning and reach, what I call, a communicative agreement. For example, students could negotiate meaning over An oath to Ares, and they could, at the same time, discuss the social context of this oath (Who would take such an oath and why? In what cases?) (communication in the 4Cs CLIL Framework). Therefore, the students are challenged here to make use of their plurilinguistic skills, apart from their linguistic ones. And all these happen in a very subtle way, just as in mother tongue communication. One additional reason for this subtlety is, I think, the fact that, in this case, communication is meaningful, focused and targeted. The students have to talk about very specific things, in a very specific context, with very concrete sources of information. This facilitates communication a lot, to my view. Moreover, negotiating meaning and reaching a communicative agreement or conclusion happen simultaneously, just as Halliday suggests, as far as the meaning-making process is concerned. On a different level, the students need to communicate with each other, in order to reach the anticipated communication agreement, and, in doing so, they need to employ different conversational skills (agreeing/disagreeing, opinion exchange, interrupting, correcting, etc.). This is a process which always takes place in real-life communication domains. This process matches Halliday's interpersonal meaning: the interlocutors make proper linguistic choices according to their status and relationship in order to reach a communicative goal. Certain exercises could help towards that goal. Exercises which help students discover (new) knowledge, but, at the same time, get them involved in a process of negotiating meaning and information. Exercises could initiate a social dialogue. The model includes many different kinds of activities which serve the meaningmaking process (crosswords, puzzles, chart filling, multiple choice activities, sentence completion, rephrasing, information matching).
You may have noticed that, in my model, language is given a slight priority over content, since my purpose is to improve students' linguistic skills through teaching content, although in CLIL it is not quite clear what is actually prioritized, language or content.
Note
As far as the organization of the content in the above teaching material is concerned, different online sources have been used, such as: Kids astronomy, Universe Today, RMG, NASA, Planets for Kids, Space, and Space Facts. Content has been carefully selected, combined and adapted to the students' linguistic level and the linguistic needs of the model. Pictures have been selected from various internet sources.
The planet
The planet Mercury is the closest of the planets to the Sun. It is visible from the Earth in the late evening or early morning sky. This planet is often called a morning star. This is because Mercury shines brightly in the early morning, just before the sun rises. It has also been called an evening star for the same reason. Mercury is often visible for a brief period of time just after the Sun sets.
Mercury is heavy
As the Sun formed, it pushed much of the lighter gas and dust out of the inner Solar System, leaving behind only heavier elements. As a result, Mercury is made out of many, heavy elements, mainly iron. It is a large metal ball of iron, with a cool iron core*.
Mercury has wrinkles
As Mercury's iron core cooled, it shrunk. This made its rocky crust* become wrinkled. Scientists call these wrinkles Lobate Scarps*. These scarps can be hundreds of miles long and even up to a mile high.
Mercury is scarred
The surface of the planet Mercury is covered with craters. These craters have been created by millions of accidental crashes with asteroids and comets. On other planets, different geological activities (e.g volcanic eruptions) can help heal the wounds of these crashes. But, because Mercury's crust is so thick and hard, volcanic eruptions cannot make their way through to the surface of the planet, so Mercury will forever retain its scars.
Mercury has no atmosphere
The planet Mercury is too small and has too little gravity to hold onto an atmosphere. Gases released from the planet quickly escape into space. Also, Mercury is so close to the Sun that any atmosphere is quickly blown away by the Sun's solar winds. That means that there is almost no air on Mercury. Mercury has no moons !!! (astronomy facts selected and accordingly adapted from www.kidsastronomy.com)
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Finish the sentences Tell the story:
Our
Our is our 's neighbourhood. This neighbourhood was created about 13.8 billion years ago. A huge of dust and gas was roaming the dark, lonely sky, until it somehow collapsed under the weight of its own gravity. In the cloud there was lots of matter, which, after the 'explosion' -the big bang -started moving in circles, just like a . The cloud matter spinned in a giant circle. At the centre of this circle a small began to form. The star got bigger and bigger because it collected all the dust and gas that collapsed into it.
At the same time smaller pieces of the cloud matter started appearing around. The small star finally ignited forming and the smaller pieces around it became the , , and . The Sun is the biggest and most powerful object in our solar system. So it attracts all the other objects towards it. As a result, all the planets, comets, asteroids and the moons around the Sun. They orbit the Sun.
